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Historical Background of the Core — The word, "Core", 
Is not a new term In education. As early as 1&96 Its essen¬ 
tial principle was anticipated in the Herbartian “Concentra- 
1 
tionM, In this concept one or more subjects became the 
center or the core. 
There were two prominent plans advocated at that time, 
the Zlller Plan and the Parker Plan. Ziller made the 
cultural studies (Blblioal and profane history and litera¬ 
ture) the center or core, about which all other subjects 
were organized. Parker*s scheme of concentration employed 
the natural sciences as the core of the programs. The sub¬ 
jects comprising the oore were mineralogy, geography, geol¬ 
ogy, astronomy, meteorology, biology, zoology, anthropology, 
and history. In Colonel Parker*s plan there was an assimi¬ 
lation of reading, spelling, writing, grammar, and arith¬ 
metic to the natural science core so that these subjects, 
which he considered as form rather than content, would no 
longer exist in the program as formal and isolated studies. 
In the late 1920*s, under the impetus of a series of 
sociological analyses, patterned after studies in cultural 
anthropology, attention was focused on the common activities 
^Smlth, Stanley, Shores, Fundamentals of Curriculum 
Development, pp. 466-46S. 
3 
of man and how well these activities were performed. Ac¬ 
cordingly, some sohools experimented with a ourriculum built 
around the Mpersistent social problems that arise in the 
2 
course of carrying on the common processes of a society.H 
One of the first efforts to build a comprehensive edu¬ 
cational program began in the early 1930*s. From that 
beginning there have been many experiments in the presenta¬ 
tion of a core program that would satisfy student needs. 
Some of the more prominent ones are mentioned in the follow¬ 
ing paragraphs. 
The Cultural History Core — The core of this program 
is history - a history that includes fewer of the year-to- 
year and day-to-day events and yet one that includes a more 
complete coverage of the various aspects of cultural periods 
than does the usual history course. 
This subject-centered concept of the core curriculum 
involves a broader unification than is found in fused 
courses. The bases of study in the core are chronological 
and geographical locations of historical events and inter¬ 
relations of these events. 
The Horace Mann School of Ohio University uses such a 
core in its Junior high sohool. The core is under the 
direction of a single teacher, who works with cooperating 
teachers representing certain specialized fields such as 
2 
Strong, Melvin, "What About the Core Course?”, The 
Social Studies. XXXIV (November, 19^3) pp. 319-320. 
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music, science, and arithmetic. 
The Adolescent-Needs Core — In this core the experi¬ 
menters attempt to identify and classify the needs of ado¬ 
lescents. Because the adolescent is going to be, and is 
confronted, with certain physical and social problems, this 
program offers help by considering the problems and their 
solutions. The East High School of Denver, Colorado, offers 
euoh a curriculum in grades ten, eleven, and twelve. 
Children^ Interests and Needs Core — This core is 
used in the elementary grades, and as the title suggests, 
the actual basis of curriculum organization is present in 
the interests and needs of the children. This curriculum 
Includes an analysis of developmental needs and a knowledge 
of child development. 
The Social Functions Core and the Social Problem Core — 
Both of these cores deal with social behavior. The social 
functions categories tend to be universal, while the social 
problem categories are of a crucial nature. A social func¬ 
tions core may study the general problem of getting along 
while the social problem core may consider the crucial 
problem of how the Industrial system of the United States is 
to be controlled or improved. These social cores place 
emphasis upon the rigorous study of problems and the develop¬ 
ment of habits of effective thinking. Students are encour¬ 
aged to solve social problems and to act upon their conclu¬ 
sions • 
5 
Broad-FI elds Gore — In the early development of oore 
currloulums it was the practice to label broad-fields 
courses as core programs. Today, this core has no special 
significance since it was simply an application of the old 
pattern of constants and variables - comprehensive subjects 
being the constants and specialized courses being the vari¬ 
ables. 
Fused Gore — Many of the oore programs now in opera¬ 
tion come under the heading of unified courses. Here the 
content of certain subject fields such as English and social 
studies, or English and science is fused. Generally there 
are no resultant changes in other parts of the curriculum 
when two or more subjects are fused. Such subjects as math¬ 
ematics, art, music, physics, and chemistry are taught as 
separate subjects under this plan. 
Common Definitions of the Core Curriculum— H, B, 
Alberty says ’’the core may be regarded as that aspect of the 
total curriculum which is basic for all students, and which 
consists of learning activities that are organized without 
3 
reference to conventional subject lines.” The dictionary 
defines oore as the "heart or Innermost part of anything” 
and describes curriculum as a ’’prescribed regular course of 
study in a school,” 
One definition of core says that it is a double-period 
^Alberty, H, B., Reorganizing the High School Curricu¬ 
lum, pp. I54-I55. 
6 
course taught by a single teacher cutting aoross subject 
4 
matter lines and stressing “areas of life activity" rather 
than single subjects. The special emphasis is on individual 
differences in interests, needs, maturation, and special 
abilities. 
Alabama Curriculum Bulletin #7 says "that part of the 
curriculum which deals with the personal social problems of 
5 youth without regard to subject matter lines is the core." 
Harford County, Maryland, states that its core program 
is based upon the "present and future possible needs of our 
pupils, is directed toward helping them solve their present 
day problems, is related to their interests in every possi¬ 
ble way, and makes provision for the learning experience 
that we feel would be common for all pupils. It cuts across 
subject matter lines, and absorbs many of the guidance, 
extra-curricular, and routine business activities of the 
school 
Dr. Charles MacConnell says that "the core curriculum 
is an experiment in democratic learning. It is that part of 
a general education program which should be Included in the 
experience of every American child. Core studies cut across 
subject fields so that man can consider problems or areas 
_ 
Strong, Dr. Melvin, o£. clt. 
^Alabama Curriculum Bulletin #7, 1953* 
£ 
Harford County Public Schools, Bel Air, Maryland, 
7 
that lie In several traditional fields of scholarship,"^ 
The State of Virginia Core Curriculum defines its core 
as "that part of the total school experience which is 
planned to meet the needs of the pupils which are common to 
S . 
all." 
Midwood High School believes the core to be "curriculum 
providing a common body of learning experiences basic for 
9 
all pupils," 
Miles E, Cary investigated the term "core program",10 
His definition (which was a compilation of the many various 
efforts to define the concept) included four distinguishing 
features. First, the core program would include two or more 
periods per day, during which the teacher and pupils might 
be engaged in a variety of activities. Second, the inte¬ 
grating center of the core program would be the problems 
which young people consider important. Third, there would 
be a functional use of subject matter from many fields. 
Fourth, the core program teacher would be greatly concerned 
with the guidance of the youngsters. 
^MaoConnell, Dr. Charles, "Core Studies in New School 
of Evanston Township High School," School Review, L (April 
19^2) pp. 26^273* 
g 
State of Virginia Core Curriculum Bulletin, 1953* 
^Midwood High School, Brooklyn, New York. 
10Cary, Miles E,, Preparation of Core Teachers for 
Secondary Schools, Association for Supervision and Curricu¬ 
lum Developmeni, Natlonal Education Association, pp. 1-3. 
The foregoing definitions of core, though varied, all 
point toward an enrichment of the ohild's school experiences 
by a loosening of subject matter bonds. 
Alms and Objectives of the Core Currloulum — State¬ 
ments from three different sources were used to present in¬ 
formation on the aims and objectives of the core curriculum. 
These were chosen from several that were perused, since they 
seemed to represent average philosophy, 
"The aims and objectives of the core curriculum are the 
aims and objectives of all education. By striving to secure 
release from stress and strain and by capitalizing on the 
Immediate interests of pupils, these are the areas in which 
we hope to achieve greater success than can usually be 
reached in the subject-dominated lesson. 
1. Functioning democracy through better social 
adjustment 
a. working together, each contributing equitable 
share 
b. taking responsibility 
c. respecting the rights of others 
d. developing consensus 
2. Emotional development 
a, exercising self-discipline 
b. learning to take criticism 
o. using Initiative 
d. developing personal poise 
e, Increasing self-reliance 
3. These basio skills of learning and expression 
a. gathering information and organizing it into 
meaningful patterns 
b. correlating all factors relative to a given 
situation 
c. practicing the art of listening 
9 
d. maintaining the reading, writing, and speaking 
skills"H 
"At the outset the pioneers in the Core course at High¬ 
land Park set eight objectives. They still hold good; the 
worth of an activity is determined by its usefulness in 
helping students to: 
1. discover their Interests and develop them; 
2. plan their own program of study with teacher 
guidance and evaluate results; 
3* work with others, understand and become adept at 
democratic processes, assume leadership; 
4. write and speak clearly and effectively, read and 
listen, acquire a technique for the collecting, 
selecting and organizing of facts; 
5. have a critical regard for the sources of knowledge 
other than books, such as newspapers, moving 
pictures, television, radio, interviews, independent 
observation; 
6. develop habits of critical thinking, self-criticism, 
self-discipline, emotional stability; 
7. make it their Job to understand to the best of their 
ability their environment, culture, and traditions, 
the forces producing change in any of these and the 
control or directing of such forces; 
g, reoognlze that education calls for a lifetime of 
activity and discipline, requiring the setting of 
goals by each learner and his frequent examination - p 
of his own mental processes and behavior patterns 
Hollis L. Caswell has as an objective for the core that 
"It should offer youth their own chance for actual responsible 
^Bryant, William C,, Reply to a Questionnaire on Core 
Curriculum, By the Author. 
^Highland Park, Illinois, Reply to a Questionnaire on 
Currloulum, By the Author. 
10 
participation in molding the conditions that shape their 
lives. 
In order to perform this task the curriculum must 
undergo a marked shift from the subject-centered emphasis to 
a core of common experiences which is based upon the Mde- 
14 
velopmental tasks of youth.* These tasks include: 
1. ooming to terms with their own bodies; 
2. learning new relationships with their age mates; 
3* achieving independence from parents; 
4, achieving adult social and economic status; 
5. acquiring self-confidence and a system of values. 
Evaluating the Core Program — Oak Ridge, Tennessee, 
was the scene of two evaluations that were made on core pro¬ 
grams . The evaluations seem to Justify the core method of 
teaching in that there was a noted improvement in many of 
the areas of learning. The evaluations are included for 
your inspection. 
The first evaluation concerned grades nine, ten, and 
eleven. The objectives measured were: 
1. Acquisition of skills and knowledge 
2. Development of oritical thinking 
3. Development of effective work habits and study 
skills 
4. Development of the social attitudes and a sense of 
social responsibility 
"^Caswell, Hollis L., The American High School: Its 
Responsibility and Opportunity,' p. £33♦ 
A Ibid. 
11 
5. Improvement of the social and personal adjustment of 
the pupil 
6. Development of Interests to Include civic, national, 
and international affairs. 
The testa used were: 
1. Cooperative English Test A, Mechanics of Expression 
2. Cooperative English Test B2, Effectiveness of 
Expression 
Wrightstone Scale of Civic Beliefs 
4. Wrenn Study Habits Inventory 
5. Heston Personal Adjustment Inventory* 
The following were the conclusions; 
1, On the average, pupils enrolled in the core curricu¬ 
lum showed significantly greater gains on effective¬ 
ness of expression than did the pupils not enrolled 
in the core curriculum. 
2, On the average, pupils enrolled in the core curricu¬ 
lum showed significantly higher gains than did 
pupils not participating in the core curriculum 
within the area of self-confidence. 
3, It is also probable that sociability was developed 
more fully in the core curriculum than in the non- 
oore curriculum. This conclusion Is tentative, how¬ 
ever, and must be tested by further study. 
4, The probability of finding large changes of signifi¬ 
cant differences between the control and the experi¬ 
mental groups is not too great because of the many 
uncontrollable factors Involved in studies of this 
kind. Too, the tests chosen are, at best, only 
approximations of the kinds of measurements needed 
to appraise progress toward the objectives set up. 
5, The experimental group showed marked improvement in 
study skills. The level of confidence is between 5 
and 10 per cent and, while this is not a clear-cut 
significant difference, it suggests that a differ¬ 
ence exists which cannot be attributed to chance. 
This is a very commendable gain made by a core 
group. The core group also showed greater growth 
on civic attitudes, as measured by the Wrightstone 
Scale of Civic Beliefs - a device designed to 
measure democratic attitudes on civic issues. This 
may be explained in part by the considerable use 
made of the library and other resource materials by 
12 
IS 
the experimental group.” ' 
On the second evaluation, an English II class was com¬ 
pared with a core class. The following results were ob¬ 
tained: 
1. Students enrolled in the oore curriculum made prob¬ 
ably significantly greater gains in the area of 
critical thinking than did students not partici¬ 
pating in the core curriculum. The mean difference 
of 3*37 points in gain on the Watson-Glaser Critical 
Thinking Appraisal is significant at the 8 per cent 
level of confidence. 
2. Students enrolled in English II classes did not make 
significant gains over the core group of students in 
English skills. In fact, the mean gain differences 
on pre-test and post-test scores showed that the 
core students gained at a greater rate than did the 
students in the English classes. 
3. The gains of the students in the core group on each 
of the three subtests of the Cooperative English 
tests are consistently higher than the gains for the 
. non-core group. It was noted that particular gains 
were made by the core group on that part of the 
Cooperative English Tests concerned with ‘’effective¬ 
ness of expression”, a fact which substantiates the 
findings of the previous study. 
4. The sex of the students does not appear to influence 
achievements in the core curriculum.3-6 
Implications — There is some Implication from the 
results of these two studies that a student In a core pro¬ 
gram learns basic skills with equal or improved competence. 
These studies also suggest that our traditional teaching 
^C&pehart, Hodges, Berdan, ”An Objective Evaluation of 
a Core Program,” reprinted from The School Review, LX 
(February, 1952) pp. 84-89. 
16 Capeh&rt, Hodges, Both, Evaluating the Core Curricu¬ 
lum: A Further Look,” reprinted from The School Review, 
LXIII (September, 1956) PP* 408-411. 
13 
methods do not lead to much improvement in skills of criti¬ 
cal inquiry, such as interpretation of data, evaluation of 
arguments, deduction, and recognition of assumptions or 
inferences as measured by the Watson-Glaser Tests. On the 
other hand, the study does give factual evidence that a core 
approach to teaching is effective in teaching pupils how to 
think. 
Other research of this type in many different school 
systems concerned with the evaluation of these many intan¬ 
gible learnings is advancing the oause of fruitful curricu¬ 
lum revision and teaching methods. Obviously, however, 
there are still many questions remaining unanswered in this 
field, and this study was undertaken in an attempt to answer 
some of them. 
CHAPTER II 
' f' : 
OUTLINE OP PROCEDURE 
CHAPTER II 
OUTLINE OF PROCEDURE 
Statement of the Problem — It was the purpose of the 
author to present data concerning the core program In a 
sampling of public secondary schools currently using it. 
The emphasis was placed on their plans of organization, 
methods for evaluation of result, problems in administering 
the oore, and the preparation and training of core teachers, 
A cheok list type of questionnaire was sent to sixty 
school systems throughout the United States, The question¬ 
naire and the letter of transmittal were sent to the Super¬ 
intendent of Schools in each of the respective school 
systems. The sixty school systems were from twenty-five 
states. The findings were based on answers from eighteen 
states, (See Appendices 1 and 2.) 
There were thirty-six schools that completed the ques¬ 
tionnaire, Forty-four replies were received. Seven schools 
reported no core program now in operation. One school re¬ 
ported a block type program but did not fill out the ques¬ 
tionnaire . 
* 
A list of those cities that answered the questionnaire, 
those cities that did not report, and those cities where the 
core program no longer exists is included. (See Appendix 3.) 
How the Questionnaire was Constructed — Since the pur¬ 
pose of this problem was to acquire information as to the 
16 
status of core programs now in operation, a check-list type 
of questionnaire seemed suitable. The questionnaire at¬ 
tempted to satisfy certain requirements. For instance, the 
questions should be objective and inclusive. The wording 
* • i i i 1 • »«**»•«»• 
should be precise and simple, so that they might be easily 
answered. The questions should be In a well organized 
sequence. And, finally it should not take too much time to 
complete the form. The foregoing requisites were complied 
with insofar as possible. 
The actual construction of the questionnaire was a 
lengthy process. While doing research on "core" background, 
a list of questions that seemed to lend themselves to an ob¬ 
jective study was oompiled. Whenever a table or graph was 
encountered in the reading it would be noted. The question 
r i * •- * • r i t 
that might allow the construction of such a graph or tables 
was then included. A thesis on the core program was ln- 
1 
spected, A few ideas came from that source. The above 
procedure was followed until a large number of possible 
i if 1*1 «***?*»! «l 
questions were assembled. The questions were culled until 
| S 1 % J T * « 1 f S 
they would fit into four general categories: organization, 
administration, evaluation, and the preparation and training 
of core teachers. When the grouping was complete, the ques¬ 
tions were condensed into their present form as found on the 
^Betts, Ralph William, A Study of Experiments in Core 
Curriculum in Secondary Schools, Unpublished Master's 
Thesis, ®ie Ohio State University, 1939. 
17 
questionnaire. 
Assumptions and Limitations — In this problem the 
accent was placed on the gathering of certain objective in¬ 
formation from the schools questioned. Those that answered 
seemed to think that their programs would fit into the 
4 
general framework of what is generally considered to be a 
core program. The study was confined to schools offering 
the core on a secondary school level. The term secondary, 
was interpreted as meaning grades seven through twelve 
inclusive. 
The sampling was, of a necessity, a small one and of 
course subject to all the inadequacies of a small sampling. 
The results should be considered only as an addition to the 
fund of knowledge concerning the core; not as a conclusion. 
The study was further limited in that it was a ques¬ 
tionnaire type. All of the summaries in the study are based 
upon the assumption that the information given was correct. 
• < . • T 
CHAPTER III 
ANALYSIS OF THE QUESTIONNAIRE MATERIAL 
ON CORE PROGRAMS 
CHAPTER III 
ANALYSIS OF THE QUESTIONNAIRE MATERIAL 
ON CORE PROGRAMS 
Number of Replies by States — As shown In Table I, the 
study was well represented In the states of California (6), 
New York (5), Alabama (4), Michigan (4), Maryland (3), and 
Illinois (2). The remaining states had only one school 
answer from each. As might be expected, the greatest number 
of questionnaires were sent to schools In California (9), 
Alabama (5)» and New York (5). Maryland and Michigan were 
also sent five questionnaires, and In each case responded 
well. The results were excellent In New York State where 
all five schools contacted completed their questionnaires. 
Table I also shows that thirty-six schools completed 
the questionnaire. Eight schools reported that they no 
longer continued the core program. One out of the eight 
reported the use of a blook type program, but did not com¬ 
plete the questionnaire. 
Definitions of the Core Curriculum as Answered on the 
Questionnaire — The questionnaire which each of the schools 
received asked the question: "What briefly Is your defini¬ 
tion of the core curriculum as It operates In your school 
system?M There were twenty-three replies from the thirty- 
six schools. The answers were as follows: 
1, "A course organized from problems of pupil, and 
20 
society or broad subject matter areas. Participa¬ 
tion and work is democratic with students sharing 
planning and leadership.” - Lexington High Sohool, 
Lexington, Alabama. 
■sr.T.a=aa- -tt,:--:,:;:, ;rr.:: 
TABLE I 
/ 
Number of Replies by States 
Number of Completed 
Questionnaires Sent Questionnaires 
1. Alabama 5 4 
2. California 9 6 
3. Colorado 1 0 
4. Florida 2 1 
2 * Georgia 1 1 
D • Illinois 4 2 
7. Indiana 1 0 
s. Kansas 1 1 
9. Kentucky 1 0 
10. Maryland 5 3 
n. Massachusetts 3 1 
12. Michigan 5 4 
13* Minne sota 1 0 
14. Missouri 3 1 
15. New Jersey 1 1 
16. New Mexico 1 1 
17. New York 5 5 
15. Ohio 2 1 
19* Oklahoma 2 0 
20. Oregon 1 1 
21. Pennsylvania 1 1 
22. Tennessee 2 1 
23. Texas 1 1 
24. Washington 1 0 
25. Wisconsin 1 0 
Totals 60 3S 
21 
2. "We have a common learnings core program genuine 
problem-centered In the common personal-social 
problems of our democratic culture.1’ - Murphy High 
School, Mobile, Alabama. 
3. "Experience units arrived from point of pupil 
Interest, where use of skills, group planning and 
living come into play.” - Fairvlew School, Fairview, 
Alabama. 
4. MCore Is a two hour block of time under the same 
teacher and is based upon pre-planned resource units 
designed to meet psycho-biological needs of youth. 
Features guidance." - Pasadena, California. 
5. "It Is a modified core program built around history, 
geography, spelling, and reading." - Fontana Jr. 
High School, Fontana, California. 
6. "A curriculum which tries to meet the needs of the 
students and the community never losing sight of its 
responsibility for developing competency in the 
fundamental tool subjects and an understanding of 
our cultural heritage, and developing students capa¬ 
ble of making and implementing decisions through 
democratic processes." - Kinloch Park Jr. High, 
Miami, Florida. 
7. "A program that attempts to supply young people with 
those experiences and associations that should help 
them grow up naturally and fully, into self-directed 
22 
and self-disciplined adults.” - Highland Park High 
School, Highland Park, Illinois. 
S. "Student-teacher planned social studies program 
integrated with our English work as much as 
possible." - Lawrenceville High School, Lawrence- 
ville, Illinois. 
9. "Provide, at least, a two period block of time with 
broad comprehensive units." - Talbot County Public 
Schools, Talbot County, Maryland. 
10. "Problem solving as related to severe problem areas 
of adolescent boys and girls#" - Kltzmlller High 
School, Kitzrailler, Maryland. 
11. "Core teaching is the arrangement of opportunities 
for pupils to work in situations which can realize 
the purposes which seem fundamental to the solution 
of the education of an individual in a democracy, 
namely, cooperative thinking and working, and the 
ability to solve problems when they arise." - Edwin 
Denby High School, Detroit, Michigan. 
12. "We Integrate two subjects in a block of time - 
subjects which seem to correlate best." - Wayne High 
School, Wayne, Michigan# 
13. "We have been greatly influenced by McGrath*s 
•Discussion of General Education*." - Jarret Jr. 
High School, Springfield, Missouri. 
14. "A curriculum developed to fit the needs of 
A 
23 
adolescents, aiding them to grow maturely, mentally, 
physioally, and socially.’1 - Elizabeth, New Jersey, 
Public Schools. 
15# “Ours with one exception works as a fusion of 
social studies and reading.” - Albuquerque Public 
Schools, Albuquerque, New Mexico. 
16. ”A type of curriculum organization which fuses the 
social studies and language arts subjects with con¬ 
siderable emphasis on pupil guidance and social ad¬ 
justment problems. Because of the three period 
block of time and opportunity to build a program 
around the pupil*s needs, we feel that the core 
type approach is the most desirable means of 
bridging the gap from the grammar school into the 
high school.” - Central School, Orchard Park, New 
York. 
17. “The alms are to provide better pupil adjustment to 
school, to help students in a program of self¬ 
understanding and self-direction, to provide ex¬ 
periences in oral and written English and social 
studies with respect to emphasis on current events, 
citizenship, and world geography.” - Long Island 
City High School, New York. 
IS. "Self-contained classroom in areas of home room, 
guidance English, social studies, and geography.” 
- Columbus, Ohio, Public Schools. 
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19. MAlberty*s definitions describes our program well.** 
- University School, Ohio State University, 
Columbus, Ohio. 
20. HThe core curriculum is an organization of problem¬ 
solving experiences, centering around the social 
studies, which affords special opportunities for 
pupil-teacher planning, building improved teacher- 
pupil relationships, group and individual guidance, 
and motivation for the learning and use of English 
in purposeful situations.H - Barrat Jr. High 
School, Philadelphia, Pennsylvania. 
21. MThe core is an attempt to operate as concerned 
with helping boys and girls develop skills and 
techniques necessary for living in a democratic 
society.” - Oak Ridge High School, Oak Ridge, 
Tennessee. 
22. Modified form of core-traditional curriculum.” - 
Houston, Texas, Public Sohools. 
23. ”The double period permits integration of two sub¬ 
jects plus better teacher-pupil understanding,” - 
Santa H0nica, California. 
Summary of Definitions of Core — A consideration of 
the definitions of a core curriculum as answered on the 
questionnaire showed that a composite core class would con¬ 
tain many of the characteristics of any good teaching¬ 
learning situation. This core class would; 
25 
1. Have a democratic classroom to help the youngsters 
become self-directed and self-disciplined* 
2. Be concerned with the common personal and social 
problems. 
3. Utilize pupil Interest* 
4* Have consecutive periods under the same teacher. 
5. Develop competency in the fundamental tool subjects. 
6. Aid adolescents to grow mentally, physically, and 
socially, in a mature manner. 
7. Make much provision for teacher-guidance activities. 
g. Integrate or fuse those subjects which lend them¬ 
selves to be so handled. 
Central Themes for Core Programs in the Study — To 
this question there were twelve replies as follows: 
1. "Definitive objectives - no theme as such." - 
Lexington High School, Lexington, Alabama. 
2. "Croup guidance." - Edison High School, Stockton, 
California. 
3. "Our central theme is to learn by doing. Pupil par¬ 
ticipation is the key to a successful core." - 
Lawrenceville High School, Lawrencevllle, Illinois. 
4. "Developing concepts of democratic living in an ex¬ 
panded community." - Harford County Public Schools, 
Maryland. 
5. "No, unless we say, Education for Democratic Living, 
but we never give it an actual title." - Kltzmiller 
High School, Kitzmiller, Maryland. 
6. "Students talking, discussing, studying the same 
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people, place, and time learn better as they begin 
to see relationships.” - Talbot County Public 
Schools, Maryland. 
7# MNo, ours is only a core-type program.” - Wm, C. 
Bryant High School, New York, New York. 
S. “Trend toward problem-centered instruction.” - 
Columbus, Ohio, Public Schools. 
9* "The aim of social living is to function as an inte¬ 
gral part of the schoolfe program toward meeting the 
continuing needs of freedom-loving persons." - 
Eugene, Oregon, Public Schools. 
10. "School as a social institution. Home and family as 
a social institution." - Barrat Junior High School, 
Philadelphia, Pennsylvania. 
11. "Developing good human relationships, teaching 
children to live in a democratic society, and de¬ 
veloping critical thinking ability." - Oak Ridge 
High School, Oak Ridge, Tennessee, 
12. "Each unit has a different central theme." - Houston 
Texas, Public Schools. 
Summary of Central Themes — Since there were so few 
answers to the central theme question, the comments can best 
be expressed in the following summary list: 
1, Croup guidance was emphasized. 
2. There was a consideration of school, home, and 
family problems and their respective relationships. 
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3* A “learn by doing* philosophy was expressed. 
k, A use of problem-centered Instruction was seen. 
5. Education was used to emphasize the "democratic 
living" concept. 
Types of Core Programs Represented — After some re¬ 
search H. V. Alberty's definitions of six types of core pro¬ 
grams were chosen as the basis for each of the queried 
schools to choose the kind of core t&tlch they were using. 
The choice seems to have been a wise one since all thirty- 
six schools which completed questionnaires found they could 
express their core in terms of Alberty*s six types. It was 
true, however, that eight schools claimed their "cores" were 
somewhere between two of his six types. A breakdown of the 
choices is shown in Table II. 
In eight schools, "The core consists of two or more 
subjects or fields of knowledge which are fused into a uni¬ 
fied whole." In seven schools, "The core consists of broad 
problems, units of work or unifying themes which are chosen 
beoause they afford the means of effectively teaohing the 
basic content of certain subjects of fields of knowledge. 
These subjects retain their identity but the content is 
selected and taught with special reference to the chosen 
unit." Eight schools chose varied combinations of each of 
the six types shown in Table II. 
Thus it can be seen that there was a variety in the 
types of core programs being carried on by the thirty-six 
2$ 
schools in the study. 
TABLE II 
H. B. Alberty*s Six Types of Core Programs 
Number of Schools 
A. 1 HThe oore consists of a number of logically organ¬ 
ized subjects or fields of knowledge, each of which 
is taught independently.*1 
B. 4 "The core consists of a number of logically organ- 
ized subjects or fields some or all of which are 
correlated." 
C. 7 "The core consists of broad problems, units of work 
or unifying themes which are chosen because they 
afford the means of effectively teaching the basic 
content of certain subjects or fields of knowledge. 
These subjects retain their Identity, but the con¬ 
tent is selected and taught with special reference 
to the chosen unit." 
D. g "The core consists of two or more subjects or fields 
of knowledge which are fused into a unified whole." 
E. 4 "The core consists of broad pre-planned or problem 
areas originating in the societal and psycho- 
biological needs and Interests of the students," 
f 
F. 4 "The core consists of broad activities or units of 
work which are cooperatively planned by teachers and 
students in terms of the expressed wishes and 
desires of the group. No basic curriculum structure 
is pre-planned." 
Combinations: 
E. and F*-5 
C. and E.-— 1 
D. and F.-- 1 
D. and E, --1 
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The Number of Core Teachers In Each School — Since 
there was no attempt to analyze core programs on the basis 
of school population, the question on the number of core 
teachers in each school was important only to show the 
variety in the size of the schools that included core work 
in their ourricula* Table III shows a low of one core 
teacher to a high of one hundred core teachers* 
The percentage of the faculty in each school which is 
core and which is not, is of course in proportion to the 
percent of pupils in a. given school that are in core classes. 
In addition, the number of core teachers involved depends 
upon the scope of each core program and the total school 
population* All in all,the number of teachers merely indi¬ 
cated the size of the school system and the extent of the 
core program in each. 
The Amount of Time Allowed for Preparation Each Week — 
The statistics from the thirty-six schools, as shown in 
Table III on the amount of time core teachers are allowed 
for preparation varies. The results showed a high of four 
hundred minutes to a low of no school time for preparation. 
In such a program it was of general opinion that the core 
teacher needs more school time to assemble materials and 
evaluate work done. Fifteen schools showed concern for that 
need by allowing at least two hundred and fifty minutes 
preparation time to each core teacher. Fourteen schools 
ranged between forty-five and two hundred and twenty-five 
TABLE III 

















X. 6 10 Varies Varies 
2. 16 120 60 Varies 
3. 15 — Varies 1. Varies 4. 3 — ^5 — 
5 * 27 4o 50 50 
O * —* —— 300 300 
7. 150 15 120 
8. £4 10 200 mm am 
9- — m 250 250 
10. 7 — —» —— —— 
11. 25 8 300 300 
12. ——— —— 280 ——— 
13. 57 200 
14. 1 7 275 275 
15. 60-70 <**»«•»* 100 100 
16. 4o —— 300 300 
17* 27 19 120 120 
IS. 10 6 None None 
19. 24 51 300 300 
20. 4 •an* w None 
21. 15 31 250 250 
22. 12 IS 250 25O 
S: *7 56 None None 
25. 150 150 
26. 7 None None 
27. 7 4oo 200 
28. 134 —- 225 225 
29. 14 133 4oo 200 
30. 6l 60 225 225 
31* 9 12 300 3OO-45O 
32. 30 5 275 Less 
33* 15 — 150 150 
34. 49 53 300 300 
35. 300 . 250 None None 
36. 10 10 None None 
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minutes preparation time. Five schools gave no preparation 
time. It was interesting also, to see that in many 
instances the other teachers (non-core) were given exactly 
the same amount of school time for preparing their work. 
Subjects Included in the Core by Grades — The English- 
Social Studies core far outranked the eighteen different 
core combinations found in the thirty-three schools that 
answered this question on the survey. Table I? shows that 
sixty-five grades out of a total of one hundred and one 
grades used the English-Social Studies core. Next in rank 
come8 the English-Social Studles-Sclence combination with 
ten grades involved. 
Of the eighteen different core combinations found in 
Table IV, only three did not Include English. 
Although not easily surmised from Table IV, many of the 
schools queried were using more than one kind of core combi¬ 
nation, For instance, fifteen schools used two different 
cores, three schools used four different cores, and one 
school used three different cores. 
Grades Participating in a Core Program — (See Table IV.) 
Of the thirty-six schools queried, twenty-eight had core pro¬ 
grams at the seventh grade level, twenty-four at the eighth 
grade level, nineteen at the ninth grade level, fourteen at 
the tenth grade level, nine at the eleventh grade level, and 
seven at the twelfth grade level. 
TABLE IV 
Subjects Included in the Core by Grades 
Subjects Included ^ 
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In a further breakdown four schools had core programs 
functioning at grades seven through twelve Inclusive, two at 
grades seven through eleven Inclusive, three at grades nine 
through twelve Inclusive, two at grades nine and ten, five 
at grades seven through nine inclusive, and one at grades 
eight and nine* There were four schools in the survey that 
were trying out the core at grade seven only and one each at 
grades el$it and nine. Finally, there were ten schools 
using the core program in both grades seven and eight. From 
the foregoing it can be seen that the bulk of the core pro¬ 
grams found in this study involved grades seven, eight, and 
nine. The sampling in this survey shows then that the high 
schools are less apt to include a core program in their 
curricula. 
The Percent of Pupils Enrolled in the Core — Twenty- 
four sohools of the thirty-six reported that 100$ of its 
pupils were engaged in core activities. Of the remaining 
twelve schools, one reported 85$, one two one 33$» 
and the rest with lesser percents. The low was 3$* Since 
the schools reported their percents by grades it was inter¬ 
esting to note that as the school grade increased the core 
activity participation tended to be less than 100$. 
Length of Gore Period and Frequency by School and 
Grade — There were thirty-four answers out of thirty-six 
completed questionnaires to the above question. The survey 
showed there to be a wide difference between the number of 
minutes that a core teacher would spend with each olass. 
(See Table V,) For example, two schools reported a low of 
forty minutes, while one school spent two hundred and 
seventy minutes of each day in core work. The table in¬ 
cludes a total of one hundred and one grades. 
As to the length of a core period, the one hundred and 
ten minutes dally proved most popular with twenty-nine of 
the grades. Ten grades used one hundred and twenty minutes 
with their programs, and eight grades used one hundred 
minutes. The eleven grades that utilized one hundred and 
eighty minutes of the school day had cores that replaced 
more than two subjects. The schools that answered with two 
hundred and seventy, and two hundred minute periods used 
double cores. The table shows too, that about fifty percent 
of the grades fell between the one hundred and ten minute 
and one hundred and thirty-five minute period. 
Also, in twenty-three schools the number of minutes 
used for school work did not vary even though the core work 
was offered at different grade levels. Another trend was 
observed in the schools where the time spent in core varied 
from grade to grade. The trend was toward alloting more 
time to seventh grade core work, and in general, toward the 
lowest grade in which the core was offered. 
Class Periods in a School Day — The study showed 
eighteen sdhools with six periods in a school day, six 
schools with seven periods, two schools with nine periods, 
TABLE V 




Schools 7 g 
Grade 
9 10 11 12 
Total 
4o 2 1 2 1 2 • 6 
So 2 1 2 2 1 1 7 
90 1 1 1 1 3 
100 3 1 2 3 2 g t . » 
100-150 1 1 1 2 
106 1 1 1 2 
110 g g 7 6 4 2 2 29 
115 1 1 1 2 
120 3 1 3 2 2 2 10 
130 2 2 1 1 1 1 1 7 
135 2 2 2 1 5 
150 1 1 1 
155 1 1 1 2 
165 2 2 2 
175** 1 1 1 
ISO** 3 3 3 2 1 1 1 11 
200* 1 1 1 2 
270 1 1 1 
Total Grades 101 
** Means more than two subjects replaced 
* Means double core 
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two schools with eight periods, two schools with six periods 
for one grade ana seven periods for the other, and one 
school with five periods* It should be observed, then, that 
most of the schools in the study used a six or a seven 
period plan. 
Core Class Periods in a School Week — As to the number 
of periods a week that a core teacher spends with each class, 
the ten period plan was used most. Eighteen schools reported 
that they used the ten period plan exclusively. Five schools 
used fifteen periods for their core work. The remainder 
grouped themselves In various combinations such as: fifteen 
periods in grade 7> and ten periods In grades S, 9, 10. 
Does a Core Class Meet for Consecutive Periods? — The 
answer was an emphatic "yes". Of the thirty-six schools 
there were thirty-three "yes’s" and only three "no’s1’. 
Characteristic Features of the Core Classes — Each of 
the thirty-six schools was asked to check one or any of the 
characteristics as might apply: Homeroom, Student Gov’t 
Planning, and School Activities. Eleven of the schools 
checked all three. Five schools checked "Homeroom” only. 
Two schools checked "Student Gov’t Planning" only. Two 
schools checked both "Homeroom" and "Student Gov’t Planning", 
five schools chose "Homeroom" and "School Activities", and 
two schools checked "Student Gov’t Planning" and "School 
Activities", Eight schools did not answer. "Homeroom", 
then, was most common as a feature of the core classes in 
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the study. 
Method of Selection of Units — The study showed little 
agreement on the method of seleotion of units in the core 
program. Eight schools used "Prearranged resource units". 
Six schools used "Prearranged teaching units" in conjunction 
with "Pupil initiated units". Four schools combined "Pre¬ 
arranged resource units" with "Pupil Initiated units", and 
one school said that it would depend on the teacher. One 
school did not reply to this question. 
How Core Classes are Grouped — Sixteen schools in the 
study used no ability grouping. Twelve schools used ability 
grouping slightly, four schools considered it to be an im¬ 
portant factor, and only one school stated it to be a 
principal factor. Thus, the survey showed there to be 
little emphasis on ability grouping in the queried schools. 
Methods for Evaluating; Core Work and Reporting Pupil 
Progress — One of the most pressing problems encountered in 
core work concerns the evaluation of the pupil*s work. On 
this question respondents were given eleven choices to check 
and were asked to choose any or all that apply. A record of 
their choices is found in Table VI, Thirty-two schools 
checked teacher*s tests, teacher observation, and teacher- 
pupil conferences. Twenty-six schools checked pupil’s self 
evaluation and standard type report card. Twenty-five 
schools used standard written tests and oral reports by 
pupils. Twenty-four sohools used oral tests, while seventeen 
3S 
of the schools used a class evaluation of pupil’s progress. 
Only eleven schools used a narrative report by teacher 
letter, and only seven schools used a check list. 
TABLE VI 
Methods for Evaluating Core Work and Reporting Pupil Progress 
Methods Number of Schools 
Teacher*s own written tests 32 
Teacher observation 32 
Teacher-pupil conferences 32 
Pupil’s self evaluation 26 
Standard type report card 26 
Oral reports by pupils 25 
Standard written tests 25 
Oral tests 2k 
Class evaluation of pupil’s progress 17 
Narrative report by teacher letter 11 
Check list 7 
To the question of how they marked the core, eighteen of 
the thirty-six schools stated that their method of marking 
required that separate marks be recorded for each of the sub¬ 
jects unified in the core. Two of the schools kept dual 
records, the subject grades for use in college transcripts, 
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the core grades for the parents. The other eighteen schools 
reported core grades only. 
Class Discipline In the Core Classes — Fifteen schools 
claimed an Improvement in discipline. Sixteen schools 
stated that there was no change. No sohool said that It was 
worse under a core than In a traditional classroom. There 
\*ere two sohools that noted that it would depend on a given 
teacher. Three schools of the thirty-six offered no reply. 
Are Teachers More Enthused Operating a Core? — There 
were twenty-eight ”yestt answers and only four MnolsH and one 
”no, depend on the teacher”. Two schools did not choose to 
answer the question. 
Extension of the Core Program — Some of the queried 
schools planned to extend the core program to other grades. 
Their future plans were as follows: 
1. Two 7th grade core schools to Include grade eight. 
2. Two 7th and 3th grade core schools to include grade 
nine • 
3. One 7th through 10th grade core school to include 
grade eleven. 
One 7th through 11th grade core school to include 
grade twelve. 
1 ‘ 
5. One 7th grade core school to include grades nine 
through twelve. 
The remainder stated that they had no future plans as 
to the extension of the core to other grades, or they had no 
answer since all the grades in their respective schools were 
already engaged in core work. 
4o 
Summary of Questionnaire Material on Core Programs — 
Much Information was received concerning the core programs 
of the respondents. There were thirty-six questionnaires 
received from schools located in twenty-five different 
states. The following are some of the main findings of this 
section: 
Twelve different central themes were submitted, but the 
most common one emphasized democratic living. 
All thirty-six schools were able to express their core 
in terms of H, B. Alberty's six types. 
The English-Social Studies core far outranked all the 
others in frequency, although there were eighteen different 
core combinations offered at the respondents schools. All 
except three offered English in combination with another 
subject or subjects. 
The amount of time core teachers were allowed for 
classwork preparation varied from no time allowed to as much 
as four hundred minutes. 
The bulk of the core programs found in this study in¬ 
volved grades seven, eight, and nine, in that order, in 
fact, twenty-eight of the schools had a core in grade seven. 
There was little agreement on the length of the core 
period, although the daily two period-one hundred and ten 
minutes core was most popular. 
Most of the schools in the study used a six period 
school day. 
Practically all of the core classes found in the study 
met on consecutive periods. 
While the homeroom was a characteristic feature of the 
core classes, there was little agreement on the method of 
selection of units in the core program. 
The core classes were usually not grouped according to 
ability. 
Most of the teachers now teaching core expressed 
enthusiasm for their work. 
Teacher’s tests, teacher observation, and teacher-pupil 
conferences were most popular in evaluating pupil’s core 
work. 
Finally, seven schools stated that they intended to 
extend the core to other grades. 
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ON THE PREPARATION AND TRAINING OF CORE TEACHERS 
Teacher Education Institutions for Core Teachers — To 
this question, answers were received from twenty-five 
schools out of the thirty-six. These twenty-five mentioned 
the teacher education institutions given in a list as the 
schools from which they drew their core teachers. (See 
Appendix 4.) Temple University was referred to by four 
different schools. George Peabody College and New York Uni¬ 
versity graduates were found in three different schools. 
Teachers from Maryland State Teachers College, Northwestern 
University, Ohio State, Troy State Teachers College, Uni¬ 
versity of the City of Los Angeles, and the University of 
Southern California were employed in two different school 
systems respectively. 
How Teachers Have Received Core Training — To this 
part of the questionnaire the respondents were asked to 
check all or any that apply from the following: Workshop 
courses, educational consultants, in-service training, and 
extension courses. Consequently, some of the schools 
checked all four, and some schools chose three. The results 
are shown in Table VII. To summarize, thirty-four schools 
answered this portion of the questionnaire. Twenty-nine 
schools had some form of in-service training. The workshop 
technique was found in twenty-eight schools. Extension 
courses were used in eleven of the schools. And, in twenty- 
one of the schools an educational consultant was thought to 
he helpful. 
TABLE VII 
Training of the Core Teachers 
Type of Training Number of Schools 
In-service Training 29 
Workshop Courses 2g 
Educational Consultants 21 
Extension Courses 11 
In-service training, then, was most used by the answer¬ 
ing schools, possibly pointing up the notion that on-the-job 
experience is most beneficial in core teaching. 
Again, the preference of educational consultants over 
extension courses probably emphasized the importance 
attached to a personal kind of help. 
What was Favored Most or Recommended in the Training; of 
Core Teachers — Thirty-three schools as shown in Table VIII 
made at least a first preference answer to the question on 
what each favored most or recommended in the training of 
core teachers. They were offered a choice of Institutes, 
Practice teaching, Seminar, or Workshops, and were asked to 
choose one, two or three, in order of preference. Four 
schools of the thirty-three made no second or third choice, 
and eight schools made no third choice. 
TABLE VIII 
Programs Favored Most or Recommended in the Training of 
Core Teachers 
Choices Number of Schools 
First Choice 























No Second Choice 
No Third Choice 12 
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Practice teaching was a strong first choice with 
twenty-one sohools in favor* Workshops and seminars were 
also very highly regarded in the training of core teachers* 
Methods of Conducting an In-Service Training Program — 
As can be discerned from Table IX, there were twenty-five 
. / * < - • •' • • •* * • i * n i , . , ' • 
schools of the thirty-six that said that they had an in- 
service training program for their core teachers. Of those, 
eleven schools used only a discussion group, meeting at reg¬ 
ular intervals throughout the school year. Eight schools 
used a summer workshop and the group meeting. Two schools 
used a one-day institute and a group meeting, while two 
, TABLE IX 
Methods of Conducting an In-Service Training Program 
Methods 
... .. .... . .. 
A discussion or group meeting at regular 
intervals throughout the school year 
A summer workshop 
A one-day institute 
Teacher consultants 
Bi-Weekly after school meetings 
University term (twelve weeks) 
Two hundred day contract (20 days 
in-service training) 









schools used a summer workshop alone. The remainder used 
either a teacher consultant, after-school sessions, or a 
University term. Eight schools did not answer tills section 
of the questionnaire. But, the most unique was the two- 
hundred day contract (with twenty days in-service training) 
plan offered by one school. 
Is the Supply of Well-Prepared Core Teachers Adequate?— 
Twenty-nine schools said "no" and seven schools answered 
HyesM to this question. 
Summary — Some pertinent information was received from 
the respondents to the questionnaire on the subject of the 
preparation and training of core teachers. 
A list of thirty-six teacher-education institutions 
that offer training in core teaching was compiled. 
Practice teaching and workshops were found to be the 
most recommended for the training of future core teachers, 
and in-service training and extension courses were found 
most popular in the professional training of present core 
teachers• 
Group meetings at regular intervals throughout the 
school year, and summer workshops were found most valuable 
in the method of conducting an in-service training program. 
Finally, twenty-nine schools stated that the supply of 
well-prepared core teachers was not adequate. 
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Chief Problems Encountered In Operating a Core Program — 
The schools surveyed were ashed what their chief problems 
were In operating a core program. The results are shown in 
Table X. 
TABLE X 
Chief Problems Encountered in Operating a Core Program 
Problems Number of Schools 
Lack of teachers with proper training 
and experience 14 
Overcrowded conditions 4 
Explaining core to parents 4 
Lack of adequate teaching materials 2 
Difficulty of keeping core teachers 2 
Lack of adequate supervision 2 
Lack of enough preparation time 2 
Miscellaneous 
Inadequate school planning 
Developing necessary pupil and teacher skills 
Lack of good communication with the public 
Inability to evaluate program 
Lack of time for in-service education 
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To this problems question there were sixty answers from 
thirty-four different schools. Fourteen schools cited a 
lack of teachers with proper training and experience, four 
of the schools mentioned overcrowded conditions, and four of 
the schools were concerned with the problem of explaining 
the program to parents who want for their children both the 
benefit derived from core methods and philosophy, and the 
content of the traditional courses. Two of the schools 
noted a lack of adequate teaching materials, two remarked on 
the difficulty of keeping core teachers after they became 
experienced (the experienced core teacher tended to become 
an administrator), two respondents complained of the lack of 
adequate sohool supervision, while two schools deplored the 
fact that no extra school-time preparation period was 
allotted to them even though the conducting of the program 
meant much extra work. The thirty remaining comments were 
like those found in the Miscellaneous section of Table X. 
Some Ideas on the Chief Problems of the Core Teacher — 
In addition to answering the questionnaire the William C. 
Bryant High School of New York City sent a mimeographed copy 
concerning the operation of their core program. A portion 
of that related to the chief problems encountered by the 
core teacher in his pursuanoe of the program. The following 
three paragraphs and accompanying list should be highly 
informative to any core teacher: 
"The varied activity and the relative permissiveness, 
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the noise, our concern, perhaps because of our Inexperience, 
were emotionally and physically strenuous. Too, there was 
always the vague feeling that what we did or did not do 
might affect the program. The need constantly to evaluate, 
to add up and debit, reinforced this feeling. The knowledge 
that an evaluating committee, however necessary, might ques¬ 
tion this or that practice kept one doubting. In this cli¬ 
mate of thought, it was sometimes hard to retain the confi¬ 
dence we felt for some real successes. Personal tensions, 
too, sometimes made it hard to attack and complete satis¬ 
factorily the sizable preparation needed for competent per¬ 
formance in the classroom. 
“All of us, especially at first, felt Inadequate func¬ 
tioning in subject areas in which we were not specially 
trained. Simultaneously we had to learn new techniques 
(handling of committees, permissiveness, teacher-pupil 
planning). 
HWe believe the heart of good core teaohing lies in the 
extent and quality of teacher-pupil planning. If the plan¬ 
ning is good, the class is cohesive, but if the class is not 
tolling along*, the planning is poor. We have been and are 
confronted with many problems crucial to the success or 
failure of any core class. In teacher-pupil planning, we 
have been uncertain about: 
1. The time we should offer guidance and the time we 
should keep silent and let students blunder. 
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2. How to deal with frictions - tensions - especially 
as class moves toward decision. 
3. How to develop students1 Judgment. 
4. How to meet the needs of minorities. 
5. How, at the beginning of year, to get them to 
believe in freedom of choice. 
6. How to get students to understanding meaning and use 
of criteria. 
7. Kow to get students to prepare for deadlines, 
S. How to overcome resentment of responsibility for 
planning. 
9. How to Induce students to make enriched schedules. 
10. How to weave into the schedule the required 
learnings. 
MA happy solution to these problems would make core 
teaching easier. We doubt, however, if there is one or ever 
can be one. There are too many variables: the skill of the 
teacher at the moment and the unpredictable make-up of a 
class. 
Summary — This section, being chiefly concerned with 
the problems involved in a core curriculum approach to 
learning, produced some interesting information. 
Thirty-four schools contributed a total of sixty 
answers regarding their chief problems encountered in oper¬ 
ating a core program. Notable among these were the problems 
of getting properly trained teachers, and explaining the 
^"The Core Curriculum in the Ninth Year at William 
Cullen Bryant High School," An Evaluation by the Partici¬ 
pating Teachers, 195^1954 • 
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philosophy and value of the core to the community. The 
. • * * • * - 
description of a core teacher*s problems given by the Wm. C, 
Bryant High School of New York City was highly enlightening. 
For instance, the big problem stressed here concerned the 
ability of a teacher to successfully engage in teacher-pupil 
planned activities. In addition, certain variables like the 
skill of the teacher, and the unpredictable make-up of a 
class were mentioned as being possible drawbacks to a 
successful core program. 
CHAPTER VI 
SUMMARY AND CONCLUSIONS 
CHAPTER VI 
SUMMARY AND CONCLUSIONS 
This problem has presented data concerning the core 
program in a sampling of public secondary schools currently 
using it* The emphasis was placed on their plans of organ¬ 
ization, methods for evaluation of result, problems in ad¬ 
ministering the core, and the preparation and training of 
core teachers* 
Thirty-six out of the sixty schools that were queried 
completed the questionnaire* A few of the schools sent 
additional information about their core programs. Some of 
that material was utilized in this problem. 
Summary and Conclusions — The study showed there to be 
a great variety in core programs. 
Thirty-three out of the thirty-six schools in the study 
had their core classes meet on consecutive periods. 
While the English-Social Studies core was the most 
popular, most of the other core programs included English in 
combination with some other subject like science, mathe¬ 
matics, geography, etc* A science-mathematics combination 
was found in a few Instances. 
Core work was found to occur most frequently in the 
seventh, eighth, and ninth grades, in that order. Cores in 
the tenth, eleventh, and twelfth grades were mentioned in¬ 
frequently. 
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Many of the queried schools were one hundred percent 
core, and in general among the remaining, the lower the 
grade the higher the percentage of its pupils engaged in 
core work. 
There was very little agreement on the amount of class¬ 
room time spent in core work* The closest to agreement came 
when thirty out of the one-hundred and one grades in the 
study used one hundred and ten minutes daily in their core 
classes. The remainder varied anywhere from forty to two 
hundred and seventy minutes* 
Ability grouping was not found to be an Important 
factor in most of the core programs found in the study. 
Indeed, only three schools believed that ability grouping 
was of primary consideration * 
The homeroom was found to be an important characteris¬ 
tic feature of the core class. In fact, most of the admin¬ 
istration of the core program depended on a homeroom setup. 
There was a great variety in evaluation techniques used 
for reporting pupil progress. Many of the schools used a 
standard type report card, while others provided the pupil 
or the class an opportunity to evaluate themselves. 
The answers on class discipline in the core implied 
that the classroom discipline was either the same or im¬ 
proved and that in any event, it depended upon the particu¬ 
lar teacher. 
There were thirty-six different teacher education 
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institutions from which the schools drew their core teachers. 
Most of the core schools have a planned in-service training 
program. The workshop was most used. Many of the schools 
employed an educational consultant on a part-time basis. 
Practice teaching and workshop courses were the most highly 
recommended techniques for the training of beginning core 
teachers. 
The chief problems section highlighted a shortage of 
trained teachers, the lack of an adequate physical plant, 
and the very poor liaison that existed between the public 
and the schools to bring about a recognition of the values 
of the core program, 
Many schools Intend to extend the core to other grades, 
even though many stated that the supply of trained core 
teachers was inadequate• 
- 
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APPENDIX 1 
A Questionnaire 
On the Operation of Core Programs 
in Public Secondary Schools 
1. H. B. Alberty's six types of core programs: 
(Check one which best fits the core program in your school) 
A. _"The core consists of a number of logically organized 
subjects or fields of knowledge, each of which is 
taught independently." 
B. _"The core consists of a number of logically organized 
subjects or fields of knowledge some or all of which 
are correlated." 
C. _"The core consists of broad problems, units of work or 
unifying themes which are chosen because they afford 
the means of. effectively teaching the basic content 
of certain-subjects or fields of knowledge. These 
subjects retain their identity, but the content is 
selected and taught with special reference to the chosen 
unit." 
D. _"The core consists of two or more subjects or fields of 
knowledge which are fused into a unified whole." 
E. _"The core consists of broad pre-planned or problem areas 
originating in the societal and psychobiological needs 
and interests of the students." 
F. _"The core consists of broad activities or units of work 
which are cooperatively planned by teachers and students 
in terms of the expressed wishes and desires of the 
group. No basic curriculum structure is pre-planned." 
2. Circle grades which use the core program in your school: 
7 B 9 10 11 12. 
3. Give for each grade which has a core program the percentage of 
pupils enrolled in core classes: 
7th_ 9th_ 11th_ 
8th_ 10th_ 12th_ 
4. What subject does the core replace? 
7th__ __ 
Bth_.   
9th_ _ _ 
10th_   
11th___ _ 
12th_   
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5- A. How many minutes of the class day is allotted to the core program? 
7th_ 9th_ 11th _ 
8th_ 10th_ 12th_ 
B. How many class periods in a school day? 
7th_ 9th _ 11th_ 
8th_ 10th _ 12th _ 
C. How many periods a week does a core teacher spend with one core group? 
7th_ 9th_ 11th_ 
8th_ 10th_ 12th_ 
6. Does a core class normally meet for consecutive periods? 
Yes_ No_ 
If not, do you think such an arrangement would make your work more 
effective? 
Yes_ Probably_No_ 
7. To what extent is ability grouping used in assigning pupils to core 
classes? 
Not at all_ One of the important factors_ 
Slightly_ The principal factor_ 
8. Does the method of marking used by the school require that separate 
marks be recorded for each of the subjects unified in the core? 
Yes _ No _ 
9. Does your school have plans to extend the use of the core program to 
other grades? Yes_ No_ 
If so, to which ones? 
10. How many core teachers are there in your system?:_ 
How many (either major or special subject) teachers are there on the 
same grade levels? _ 
11. Check any or all of the following as might apply: 
A characteristic feature of your core classes is: 
Homeroom _ 
Student Gov't planning_ 
School Activities _ 
12. What would you say about class discipline in the core classes? 
Is it improved?  
Is it the same? _ 
Is it worse?  
13. Which is your method in the selection of units in the core program? 
A. Prearranged resource units _ 
B. Prearranged teaching units  
C. Pupil initiated units ___ 
D. Other_ 
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14. Which of these methods do your teachers use for evaluating core and 
reporting pupil progress? 
(Check all that apply; use asterisks for most used criteria.) 
A. Standard written tests _. 
B. Teacher’s own written tests_ 
C. Oral tests _ 
D. Teacher observation_ 
E. Teacher-pupil conferences_ 
F. Pupil's self evaluation_ 
G. Class evaluation of pupil's progress_ 
H. Oral reports by pupils_ 
I. Standard type report card _ 
J. Narrative report by teacher-letter_ 
K. Check list _ 
L. Other_ 
15. How have your teachers received training for the core program? 
(Check all that apply) 
A. Workshop courses_ 
B. Educational Consultants_ 
C. In-service training_ 
D. Extension courses_ 
E. Other__ 
16. On the average how many minutes per week of school time are core teachers 
allowed for planning?_ 
Other teachers on same grade level?_ 
17. What teacher-education institutions from which you draw teachers have 
programs especially designed for training core teachers? 
18. Do you find the supply of well-prepared core teachers adequate to the 
further development in your school of an enriched core program? 
Yes_ No_ 
19. Is there an in-service training program for core teachers in your school 
system? Yes_ No_ 
If so, is it: 
A. A one day institute_ 
B. A summer workshop_ 
C. A discussion or group meeting at regular intervals throughout the 
school year_ 
D. Other (describe)---- 
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20. Which of the following would you favor most or recommend in the 
training of teachers for the core program? 
(Mark them 1, 2, or 3, in order of preference.) 
A. Institutes _ 
B. Practice teaching_ 
C. Seminar  
D. Workshops_ 
21. What are your chief problems in operating a core program or in 
furthering its continuous enrichment? (Please list) 
22. Do you think your teachers are more enthused operating a core 
program than would ordinarily be the case were they teaching some 
other kind of curriculum? Yes_ No_ 
23. Do you have a Central Theme for your core program? If so would you 
state it? 
24. What briefly is your definition of the core curriculum as it operates 
in your school system? 
25* Are there any further comments you would care to make on your core 
program? Would you please enclose any materials that you think might 
add to this questionnaire? (any typical class schedule, etc.) 
Thank you for your cooperation^ 
James F. English Jr. 
APPENDIX 2 
Letter of Transmittal 
69 Martiand Ave * 
Brockton, Mass. 
Dear Sir; 
I am pursuing graduate work in education at the Univer¬ 
sity of Massachusetts located in Amherst, Mass. 
• • ■ '• * . ' * * : i 
My thesis concerns the core program in a sampling of 
public secondary schools currently using it, with emphasis 
on plans of organization, methods for evaluation of result 
preparation and training of core teachers, and problems in 
administering the core. 
My hope is to gather enough information from about 
sixty school systems throughout the United States to find 
out how the core curriculum operates in practice. 
I am sending a questionnaire to your school system 
since It has come to my attention that you are experimenting 
with the core curriculum. If you would be willing to fill 
out this questionnaire or have some other qualified person 
in your system answer it, I should be most grateful. A 
contribution from your school system would go a long way 
toward making my thesis a success. 
I hope that the time required for checking this form 
will not be too great. 
If upon completion of this problem-thesis you wish to 
know the results, I would be very happy to send you a 
summary, 
I am enclosing materials to facilitate your handling of 
the matter. 
Sincerely yours, 
James F. English Jr 
APPENDIX 3 
List of Cities to Which the Questionnaire was Sent 
Cities Answering Cities Queried that 
Questionnaire Did Not Report 
1. Uriah, Alabama 
2. Mobile, Alabama 
3. Lexington, Ala* 
4. Culinan, Ala. 
5* Fontana, Calif, 
b. Fresno, Calif. 
7. Pasadena, Calif. 
8. San Diego, Calif. 
9. Santa Monica, Calif. 
10. Stockton, Calif. 
11. Miami, Florida 
12. Lawrence, Illinois 
13. Highland Park, Ill. 
14. Atlanta, Ga. 
15. Wichita, Kan. 
16. Easton, Md. 
17. Garrett Co., Md. 
IS. Bel Air, Md. 
19. Grand Rapids, Mich* 
20. Battle Creek, Mich. 
21. Detroit, Mich. 
22. Wayne, Mich. 
23. Springfield, Mo. 
24. Elizabeth, N.J. 
25. Albuquerque, N.M. 
2b. Orchard Park, N.Y. 
27. Brooklyn, N.Y. 
28. Long Island, N.Y. 
29. Long Island City, N.Y. 
30. Rochester, N.Y. 
31. Columbus, Ohio 
32. Eugene, Ore. 
33. Philadelphia, Pa. 
34. Oak Ridge, Tenn. 
35. Houston, Texas 
36. Brockton, Mass. 
1. Lauderdale Co., Alabama 
2. Whittier, Calif. 
3. Denver, Colorado 
4. Dade County, Florida 
5* Evanston Township High 
School, Illinois 
6. South Bend, Indiana 
7. Lexington, Kentucky 
8. Harford County, Md. 
9. Kitzmiller, Md. 
10. Newton, Mass. 
11. Minneapolis, Minn. 
12. East Lansing, Mich. 
13. Kansas City, Mo. 
14. Tulsa, Okla. 
15. Oklahoma City, Okla. 
16. Nienah, Wls, 
Cities No Longer Having 
Core Programs 
1. Huntington Beach, Calif. 
2. Yuba City, Calif, 
3. Chicago, Ill, 
4. Springfield, Mass. 
5. Grand Rapids, Mich, 
0. St. Louis, Mo. 
7, Norris, Tenn. 
8. Washougal, Wash, 
APPENDIX 4 
Teacher Education Institutions for Core Teachers 
1. Alabama College, Ala. 
2. Ball State, Mich. 
3. Columbia, N.Y. 
4. Drury College, Mo# 
9 i \ * • 
5. Florence State Teachers 
College, Ala. 
* ' 
6. Frostburg Teachers 
College, Md. 
7. George Peabody College, 
Ala. 
6. Georgia State College 
for Women, Ga. 
i t ' * 
9. Livingston Teachers 
College, Ala. 
«i * »* 
10. Maryland State Teachers 
College, Md. 
11. Maryland University 
12. New York University 
> * I . 
13. New Xork City Teachers 
, College 
14. Northwestern University 
15. Oglethorpe, Ga, 
16. Ohio State University 
17. Queens College, N.Y. 
IS. Redlands University, 
Calif, 
19. San Diego State, Calif. 
20. San Francisco State 
College, Calif. 
21. Stanford, Calif, 
22. Temple University 
23. Troy State Teachers 
College, Ala, 
24. University of California 
25. University of Chicago, 
Ill. 
26. University of the City 
of Los Angeles, Calif. 
i 
27. University of Georgia 
2S. University of Houston, 
Texas 
29. University of Illinois 
30. University of Michigan 
31. University of Oregon 
32. University of Southern 
California 
33. Wayne University, Mich. 
34. Western Maryland College 
35. Western Michigan 
36. West Virginia University 
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